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Abstract
Teachers are seen as key bodies to implement inclusive education. Positive perception and attitudes are therefore argued as 
playing a considerable role in implementing inclusive practices successfully within and outside the classroom. The aim of this 
study is to examine how teachers in Nigeria and in Democratic Republic of Congo (DRC), perceive the teaching of disabled 
learners and what attitude they display towards inclusive education. It also examined which variables are related to their 
attitudes and how these affect social and educational inclusion of disabled learners in mainstream schools. A broad survey 
was undertaken with sample comprising of 516 secondary and primary school teachers from both countries. The analysis 
revealed some thematic key factors that impact on teacher perception and practise of inclusion for disabled learners. It 
mainly reveals that the majority of teachers hold negative attitudes towards the inclusion of these types of learners.   Five 
variable key factors obtained from the themes were teacher characteristics towards the disabled learners, inappropriate 
classroom management technique, the system of recruitment and career development, the parental involvement and other 
contextual factors like availability of resources and funding. Nevertheless, the recommendations provided at the end of this 
paper portrays a further in-depth research to address the themes mentioned above in other to domesticate a framework 
for these teachers for the inclusive learning of disabled pupils in these two countries
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Introduction
Inclusive education for disabled learners is a dynamic process constantly evolving (EENET, 2013). Children’s 
right to inclusive education is widely recognised in international human rights law. The most recently adopted 
instrument is the UN Convention on the Rights of Persons with Disabilities, which explicitly states that 
education for disabled children should be inclusive. (CSIE, 2013)
The UK Equality Act, (2010) states that a person is disabled if they have a physical or mental impairment which 
has a substantial and long-term negative effect on their ability to carry out normal day-to-day activities and 
includes clarifications and exclusions to a definition which includes medical conditions. In this paper, the author 
refers to ‘disabled learners’ to include secondary and primary school pupils with sensory, physical and intellectual 
impairments or who have mental health difficulties. Also, ‘inclusion’ is intended to mean ‘the participation of 
disabled children through the provision of fully accessible information, environments and support’ (Lansdown, 
2003 p.2). The aim of this paper is to analyse teacher attitudes towards “impacting” learning inclusively for 
disabled children within mainstream classrooms in Nigeria and in Democratic Republic of the Congo by 
considering the compounding factors that pose barriers to promoting classroom inclusive practices.
Literature suggests that the concept of disability has been examined from various cultural perspectives in 
Nigeria and in the DRC  (Eskay et al 2008). Many Nigerian researchers such as Mehta (1978), Ogbue (1981), 
Obani and Doherty (1984), Ikpaya (1990), Afolabi, (1990) and Ozoji (1990) found that the basic problem 
affecting disabled pupils was the overcoming of negative attitudes and misunderstanding about the significance 
of their ‘handicapped’  conditions. Focuses of their research were only based on societal perception of these 
disabled pupils but not on their teaching and learning. Ajuwon (2008) recommends from his content analysis 
there is need to undertake rigorous research into the needs of the large number of general education students 
and to assess how inclusionary practices will impact the general classroom atmosphere. Disabled pupils were 
not specifically addressed in his writing about inclusive practices. ATIAS Scale study (Attitudes toward Inclusion 
in Africa Scale, 2012) was carried out broadly by this same researcher where his participants were a sample 
of educators attending two national conferences on special education in a state in Nigeria and thus were not 
representative of all special educators throughout the country (Ajuwon, 2012). A finding was the issue of 
classroom inclusive practice for disabled pupils required a phenomenological approach with direct interaction 
with these teachers in order to adequately explore the issue and develop effective response strategies. Likewise 
in DRC, no thesis exists specifically about classroom Inclusive teaching and learning for disabled pupils, thus; this 
specific area is still under researched. 
Multiple barriers remain and hinder the full participation of students with disabilities in education in the 
two countries. Lack of information, combined with discriminatory attitudes towards the disabled at all levels 
of society, contributes to the continued neglect of the human right to education. “Inclusive education in a 
developing country implies the equal right of all children to the ‘educational package’, however basic that package 
may be.” (Miles, 2005 p.7), the implementation of the above stated argument is not visibly being utilised in 
Nigeria and in DRC. According to Kofi Annan; ‘Education is a human right with immense power to transform, 
on its foundation rest the cornerstone of freedom, democracy and sustainable human development’ (UNICEF, 
1999 p.4). Has this human right preached by Kofi Annan been made sustainable in Nigeria and in DRC, especially 
for students with disabilities? The author hopes to unravel this within this paper.
One focus of social justice principles is possibly to promote inclusive education, ‘every citizen is entitled to an 
equal set of civil, political and social rights, including the means to exercise these rights effectively’ (Miller, 2005, 
p.5). CSIE (2013) promotes such a principle arguing countries have obligations under international human rights 
law to provide inclusive education for all children and this has been partially pursued in the UK via the (Equality 
Act, 2010).  DRC and Nigeria’s educational goal pursuits were less ambitious. These countries’ primary priority 
was to increase the number of pupils enrolling into school thus an inappropriate education for some members 
of the class was secondary in importance to them when compared to not receiving education at all.  Inclusive 
Education for learners with disabilities is therefore a low priority.
Methods / Sample
This study employed both qualitative and quantitative appoaches  to investigate perceptions and practice 
inclusive teaching of disabled pupils in Nigerian and DRC mainstream classroom.  Quantitative methods were 
employed to frame parameters to enhance objectivity. According to Myers (Myers, 1997) it entails collection 
of data which can be measured and analysed statistically. A questionnaire-survey method was employed with 
some qualitative data source in the form of open ended questions and attempted a purposive mixed method 
approach to data collection by utilising open-ended questions in order to review participants’ perceptions and 
attitudes towards disablity, their teaching styles with an emphasis on inclusive practises (through multiple choice 
question in a Likert scale).
As this is a study involving a large sample, steps were taken to determine the degree at which it was similar to 
the population of teachers teaching disabled pupils in both countries to ensure at least reasonable evidence 
for generalizing of the findings to that population. As Schumacher and McMillan (1993, p.125) note, ‘often 
researchers will describe the subjects carefully to show that although they were not selected randomly from 
a larger population, the characteristics of the subjects appear representative of much of the population’. 516 
teachers from Nigeria and DRC were involved in the r study with the survey running in both primary and 
secondary schools. These participant schools were pre-selected by the education authorities with a focus on 
schools with higher number of disabled pupils at enrolment.
Findings
The findings reveal that university graduate teachers in Nigeria do not consider teacher training important 
and those that went through teacher training colleges did not acquire university education and both parties 
therefore lack adequate subject knowledge to be fully competent. The trained respondents indicated more 
confidence in their professional competency to teach disabled pupils than their untrained counterparts. These 
findings are consistent with those which underline the fact that teachers who have an open perception over 
inclusion are more confident in their own abilities to implement inclusive education (Buell et al., 1999).
A question was posed to find out how many of these teachers are aware of the real concept behind the word 
“cognitive disability and impairment”. 
21% of teachers from both Nigeria and in DRC are unsure of what non-visible impairment means, instead, they 
are only aware of the visible physical impairment characterised by the medical model of disability. Also, 23% of 
teachers in Nigeria and 32% of teachers in DRC do not know about the existence of non-visible impairment in 
their pupils, only 56% of Nigerian teachers and 47% of the DRC teachers claim to be aware.
In both countries, many mainstream classroom teachers believe that children considered “different” are not their 
responsibility, an idea which revealed the fact that there are many schools where the medical pathological model 
still dominates educational activity (Angelides, Stylianou, and Gibbs, 2006). Therefore, due to the negative effect 
of the medical model of disability, “many visibly disabled people internalise the negative message that all disabled 
people’s problems stem from not having ‘normal’ bodies” (Carson, 2009 p.9), and this led them to believe that 
their impairments automatically prevent them from taking part in social and/or  educational activities. 
Teachers did not feel that they are prepared or competent to teach disabled pupils together with those 
catgorised as having no disabilty. The main reason appears to be that they do not have sufficient training to 
create inclusive educational activities (Hay, Smith, and Paulsen, 2001). In the Democratic Republic of the Congo 
(DRC), apart from the 14% who are unsure about if they actually obtain Career Professional Development  
(CPD), a little above half of the remaining 86% answered “Yes”  (44%) and the other half answered “No” (42%), 
meaning there exist fifty-fifty chance that training and career professional development is not being practise in 
DRC.
This could only imply that CPD is not being practiced or they are unaware of what CPD really entails. CPD is 
very beneficial to the individual, group or school and contribute immensely to the quality of education in the 
classroom. According to Day (1999 p.4),  ‘CPD is the process by which, alone and with others, teachers review, 
renew and extend their commitment as change agents to the moral purpose of teaching; and by which they 
acquire and develop critically the knowledge, skills and emotional intelligence essential to good professional 
thinking, planning and practice with children, young people and colleagues through each phase of their teaching 
lives’.  For these teachers to perceive and practise inclusive education appropriately, ‘CPD should be seen as 
important and useful as a means to update teachers skills and knowledge for the benefit of themselves and their 
pupils’ (Hustler et al, 2003, p.6).
A more postive finding was that teachers with more experience are more convinced that they are capable to 
adapt the educational activity in order to take into consideration all pupil’s needs. This could be explained by 
a larger professional experience, self-confidence and more types of students which have learned under their 
careful supervision. These are similar result obtained from those of Kalyva, Gojkovic, and Tsakiris, (2007), who 
found that those teachers with more relevant experience in teaching have a more positive attitude towards 
inclusion than those without experience in teaching.
The views of classroom teachers and educators from the two countries were categorised in five areas:  Personal 
Characteristics (e.g. attitude, behaviour towards disability); Classroom Technique (e.g. classroom management 
skills); Recruitment and Development (e.g. Teacher selection process, CPD and Training), Parental Involvement 
(e.g. Parent - Teacher Association) and Contextual Factors (e.g. funding, resources and facilities.
The most prevailing factor is the first, Teacher Personal Characteristics which defines teacher attitude and 
behaviour towards children deemed disabled with a negative perception of teachers towards acceptance. 
A further question as to prospects of disabled learners following graduation from senior secondary school 
indicated that:
• Do not believe in disabled pupils achieving and see it pointless - 30%
• I have hope they could learn skills that would help in future but have never come across it - 2%.
• I have no knowledge about the child ones they leave school - 10%
• No prospect as they are not prepared for outside world - 50%
• Parents should put them through for basic skills and there was no further education plan - 8%.
Responses also suggest no solid connection nor a promising teaching bond between classroom teachers and 
their disabled learners. More than half of the teachers worryingly felt that disabled pupils are ‘attention seekers’. 
This type of perception would only yield social inequalities, leading to the disabled learners’ social, emotional and 
educational need not being met. Other barriers expressed by participants in open-ended comments are; Lack of 
support from parents, lack of adequate teaching resources, and insufficient classroom accommodation.
Conclusion
Initial and preliminary reflections suggest some specific conditions need addressing in order to provide more 
efective inclusive teaching for disabled pupils including: a restructure of teacher recruitment and selection 
processes; an improvement in the teacher training curricula; more help from the school governing bodies 
and educational authorities; Increased teaching resources and more time for preparing teducational activities; 
reduced class sizes and creating and developing opportunities for interactive partnerships between teachers, 
pupils, parents and carers. A reform of curriculum should be considered in parallel with proper training for 
teachers regarding their knowledge of inclusion and teaching the disabled and inherent principles. 
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